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Preservice Teachers’ Self-Perceptions and Attitudes
Toward Culturally Responsive Teaching
Barbara Frye, Linda Button, Catherine Kelly, and
Greg Button
When infusing Culturally Responsive Teaching (CRT) concepts in preservice
methods classes, teacher candidates (TCs) begin a journey that involves
understanding the cultural contributions of the students in the classroom, as
well as becoming aware of the possible disconnects between their cultures and
the culture of the school. To help preservice teachers learn how to bridge these
gaps, teacher education faculty integrated history, literacy, and art into a
literacy methods course as a first step in helping teacher candidates develop the
necessary competencies to successfully implement culturally responsive
teaching in their own classrooms. Four university faculty members
administered an adapted version of The Culturally Responsive Teaching Self
Efficacy and The Culturally Responsive Teaching Outcome Expectancies
Scales (Siwatu, 2007) to 55 teacher candidates (n=55), and had them selfevaluate and rank their beginning competencies, and define what strategies and
knowledge they wanted to gain during the semester. At the end of the semester,
TCs re-evaluated themselves on the same survey, and then reflected on their
experiences. Teacher candidate responses on the survey indicate that they
perceived themselves as gaining knowledge and skills in their ability to
understand and implement culturally responsive pedagogy. The TCs were also
positive about their experiences in this project.

When infusing Culturally Responsive Teaching (CRT) concepts in methods
classes, teacher candidates begin a journey that involves understanding the
cultural contributions of the students in the classroom, as well as becoming
aware of the possible disconnects between students’ cultures and the culture of
the school. It is important for preservice teachers to understand the concept that
"everyone has a culture" (Gay, 2010). There are substantive things teacher
educators can do to get teacher candidates, and ultimately students in
classrooms, to be more inclusive of each other. First and foremost they must
learn to value both themselves and others. To help teacher candidates learn how
to bridge the cultural gaps between home and school, four university faculty
members administered an adaptation of Siwatu’s (2007) Culturally Responsive
Teaching Self-Efficacy (CRTSE) and Culturally Responsive Teaching Outcome
Expectancy (CRTOE) scales to 55 elementary teacher candidates (n=55) in two
literacy methods classes (one graduate and one undergraduate), and had them
self evaluate and rank their beginning competencies, and define what strategies
and knowledge they wanted to gain during the semester. At the end of the
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semester teacher candidates reevaluated themselves on the same survey after
they participated in a methods class infused with CRT pedagogy.
The purpose of this paper is to describe how history, literacy and art
were integrated in the college classroom and then taught in elementary
classrooms by the teacher candidates as a first step in becoming culturally
responsive. At the end of the semester, the candidates re-evaluated themselves
using the same survey, and then reflected on their experiences, the competencies
they had gained and the skills and knowledge they still wanted to learn to
become culturally responsive to future students. Much of the current work in the
area of measurement of CRT effectiveness has been derived from the work of
Bandura (1993; 1997) including Social Cognitive Theory (Bandura, 1977). His
work suggests that preservice teachers’ beliefs about their abilities to effectively
execute CRT strategies and project subsequent positive outcomes may predict
whether they actually implement these culturally responsive teaching practices
once they enter the classroom. Bandura’s research in self-efficacy has also been
used extensively in assessing teacher effectiveness. Self-efficacy is defined as
‘‘beliefs in one’s capabilities to organize and execute the courses of action
required to produce given attainments’’ (Bandura, 1997, p. 3).
In the study and implementation of culturally responsive pedagogy with
both novice and veteran teachers, it is essential to connect it to events in
teaching and learning that (1) use students’ cultural knowledge (e.g., culturally
familiar scenarios, examples, and vignettes) experiences, prior knowledge, and
individual learning preferences as a conduit to facilitate the teaching-learning
process (curriculum and instruction); (2) incorporate students’ cultural
orientations to design culturally compatible classroom environments (classroom
management); (3) provide students with multiple opportunities to demonstrate
what they have learned using a variety of assessment techniques (student
assessment); and (4) provide students with the knowledge and skills needed to
function in mainstream culture while simultaneously helping students maintain
their cultural identity, native language, and connection to their culture (cultural
enrichment and competence) (Siwatu, 2007, pp. 1086-1087). Along with these
premises, others have projected a clear alignment among performance standards
and teacher education curricula, and the demonstration of competencies in
preservice teachers prior to graduation (Hilliard, 1998). Although, in some
cases, Siwatu (2007) suggests that this is not necessarily a predictor of how
these same preservice teachers will address CRT in their classrooms later on.
Other research has defined characteristics of effective pedagogy in
efforts to prepare culturally responsive teachers, including (a) developing a
caring attitude, (b) establishing assertiveness and authority, (c) demanding
effort, (d) establishing congruent communication processes, (e) enhancing
meaning, and (f) engendering competence in the classroom with all students
(Brown, 2004;Wlodkowski & Ginsberg, 1995). These authors suggest that the
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best culturally responsive teachers show warmth and affection to students and
give priority to the development of relationships with students as a way to
enhance student growth (Brown, 2004). This may imply that if teachers
genuinely care for their students, then students might be more apt to care more
about learning (Jones, 2007). An effective, caring teacher who uses CRT in the
classroom presents information in a way that helps students connect their
knowledge and experience to the new learning for better comprehension and by
establishing a relationship that shows he or she cares about his or her students
and wants them to succeed (Bennett, 2008). Additionally, it is important to note
that many students who are ethnically diverse experience assertive authority at
home and expect teachers to have a similar authoritative stance at school. These
students are more likely to succeed in a classroom where the teachers understand
this and adjust their management style accordingly (Wlodkowski, & Ginsberg,
1995). Important also is the teacher’s understanding of the communication
processes of all students since this is a clear indictor of a caring attitude for
students. A culturally responsive teacher will make the effort to understand all
the cultures, communication styles, and communication processes of their
students. Being a culturally responsive teacher means making learning relevant
for students by including real life experiences that students can relate to when
creating background (Jones, 2007). When effective CRT occurs, the teacher
engenders student competence when he/she facilitates student learning that is
important and significant to them. Specifically this might include creating
lessons that include multiple entry points and differentiated learning strategies,
learning styles, and languages, encouraging choice and individuality in the
classroom, and varied choice in assignments and assessment methods to show
what they have learned (Joyce, Weil, & Calhoun, 2009).

The Culturally Responsive Teaching Self-Efficacy and
Outcome Expectancy Scales
The development of the Culturally Responsive Teaching Self-Efficacy (CRTSE)
and the Culturally Responsive Teaching Outcome Expectancy (CRTOE) scales
(Siwatu, 2007) was driven by (1) the study of culturally responsive teacher
preparation and teacher efficacy research; (2) the realization that there was a
minimal amount of available research on the examination of preservice and
inservice teachers’ culturally responsive teaching self-efficacy; and (3) outcome
expectancy beliefs and, the need for useful tools for program administrators and
teacher educators to use in assessing program effectiveness.
Based on the review of the literature, it seems that there are no excuses
for not making overt attempts to infuse culturally responsive pedagogy in
teacher education programs. Training in CRT is essential to remaining
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committed to the achievement of all students and it is a dynamic growth process
that requires continuous work in the career of a teacher. While it may be said
that culturally responsive teaching is simply good teaching, faculty in colleges
of education cannot assume that teacher candidates will develop the skills
necessary to be culturally responsive to their students and develop classroom
environments and curricula that is culturally relevant without explicitly
addressing these issues in teacher education classes. Passion, dedication, and
commitment are vital in implementing CRT practices in the classroom and
preservice teaching must embed instruction and activities which give teacher
candidates opportunities to explore their own beliefs, develop an awareness and
understanding of the diverse nature of today’s classrooms, and to learn how to
be culturally responsive to the members of their school community. There is
evidence that some teacher candidates will maintain biases even with training in
multicultural competence (Sammons & Speight, 2008). This is a substantial
barrier to overcome in the development of culturally responsive teaching, but
should not deter efforts to develop teacher education programs that produce
teachers with a sensitivity to students’ differences and a commitment to meeting
the academic needs of all students through culturally relevant teaching.
The current study, therefore, was designed to look at the preservice
teachers’ beliefs about their self-efficacy and outcome expectancies for cultural
responsive teaching prior to and after participating in a methods class infused
with cultural responsive pedagogy. Because the relationship between preservice
teachers’ beliefs about what they know about CRT and what they can implement
plays such an important role in their success as teachers (Bandura, 1997; Siwatu,
2007), the relationship between the teacher candidates’ self-efficacy ratings and
their expectations for teaching outcomes was examined. Additionally, since
history, literacy, and art were used as vehicles with which to explore culturally
relevant and responsive teaching, it was also important to collect data about
teacher candidates’ reactions and ideas about this approach.

Method
The faculty members or researchers involved in this project adapted Siwatu’s
(2007) Culturally Responsive Teaching Self-Efficacy and Outcome Expectancy
scales for the purpose of this study. These instruments or self-assessment
surveys were used as pre and post measures of culturally responsive teaching
competencies the teacher candidates had at the beginning of the study and then
gained over a sixteen week period as a result of activities, strategies and lessons
in the college classroom and at their professional development schools. There
were 32 undergraduate and 24 graduate teacher candidates enrolled in two
elementary literacy methods classes at a comprehensive regional research
university located in the western part of the United States who participated in
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the study. The faculty members in the teacher education program have made a
commitment to infuse CRT into all methods courses in addition to the program
seminars devoted to this topic. One of the researchers was the instructor for the
two literacy methods courses involved in this study. While the teacher
candidates were required to participate, they were assured that they would not be
graded on their responses, just for participation. Furthermore, anonymity was
guaranteed and the data cannot be traced back to individual students. The
participants were White (50), Latino (4), African American (1), and Pacific
Islander (1). One White graduate student withdrew from the class for unrelated
reasons, so the total number of participants was 55, with a response rate of
100%.

The Survey/Self Assessment
The survey or self assessment was comprised of four parts. Part I: Culturally
Responsive Teaching Competencies ("I am able to," and "Students will")
required a narrative response by the teacher candidates. Parts II and III: Current
Knowledge and Skills and Teaching the Skills to Students had a total of sixtysix items. Part II had 40 questions based on Siwatu’s (2006) Culturally
Responsive Teaching Self-Efficacy Scale (CRTSE) and Part III had 26 items
based on Siwatu’s (2006) Culturally Responsive Teaching Outcome Expectancy
(CRTOE). For this section of the assessment, the candidates self rated their
current knowledge and ability in teaching skills to students from 0 (lowest) to
100 (highest). A total score and mean score were calculated for the items. Part
IV: Self-Analysis asked the candidates to review their own responses and then
“condense” the competencies/skills in rank order (from 1-10) based on their own
scoring in order to frame what competencies they would most like to gain during
the semester in order to meet the needs of all students in the classroom. For the
purpose of this study, only Section II (CRTSE) and Section III (CRTOE) were
analyzed. The teacher candidates took the survey again at the end of the
semester as a posttest to determine what competencies they had gained, and
what competencies they wanted to enhance and acquire in the next semester
when they would be fulltime student teaching.

Procedures
Working with preservice teachers in both the literacy methods classes and at the
professional development sites provided the faculty members involved with the
opportunity to introduce and model culturally responsive reading, writing,
thinking, viewing and creating processes and teaching strategies. The candidates
also kept journals which invited them to reflect on their teaching practices, the
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children's and clinical teachers' attitudes and responses, and their reflections on
the lessons and classroom climate.
The unit or project began with a book read aloud to the class titled
Henry's Freedom Box (2007), a Caldecott Honor Book written by Helen Levine
and illustrated by Kadir Nelson. The book recounts the true story of Henry
Brown, who was born a slave in the mid 1800s, and devised a plan which gained
him freedom by hiding in a box his friends nailed shut, mailed to Philadelphia,
and thus to freedom. After the class discussed the book and the courageous
actions of Henry and his friends, the researchers read aloud a second picture
book and also a Caldecott Honor Book, Tar Beach (1991) written and illustrated
by Faith Ringgold. The book, a fantasy, tells the story of a young African
American girl living in Harlem during the Depression era who dreams of flying
above her home to see the sights and sounds of her city and neighborhood. The
story and illustrations, based on the actual story quilt that Ringgold created in
1988, portray a very fanciful, lyrical, and symbolic form of freedom. The two
books together present very different views of individual experiences and
freedom for African Americans over a span of one hundred and fifty years. The
objective was for teacher candidates to connect the concepts of freedom and
slavery to real events as well as creative expression. The larger goal of the
project was to provide the preservice teachers an opportunity to participate in a
CRT lesson in order to learn a variety of teaching methods designed to meet the
varying needs of students. This experience taught the teacher candidates the
importance of incorporating knowledge about different cultures when schools
may not be culturally diverse, accepting the unique qualities of all people, and
helping students appreciate and affirm their own heritages and feel as though
they are each valued members of the community.
After reading and discussing these two picture books about African
American culture, a group that is underrepresented in our teacher education
program, two of the researchers co-taught an art and literacy project. The
instruction began with a visual presentation of how symbols and designs are
used to express an individual's or group's heritage, accomplishments and those
things cherished in our lives. Next, one of the researchers, an art specialist,
demonstrated the use of different art materials and media, as well as color and
line to express a person's unique identity. The teacher candidates then developed
their own paper quilt squares using markers, crayons, photos and other media.
Each square contained three or four symbols that expressed who the candidates
were in terms of their interests, cultures, and unique characteristics. At the end
of the project, the quilt squares were put together to form a collage comprised of
everyone's quilt square in the class. When the quilt was complete, the candidates
commented on how all the pieces fit together perfectly, and how beautiful the
colors and symbols were, both separately and together. The class collage/quilt
was photographed by the researchers and put into a slide show that the class
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viewed and discussed later. It should be noted that even though the candidates
liked the quilt "in toto," it was very important for them to keep their own quilt
squares so they could remember the project and then share what they made with
the students in the elementary classrooms.
The candidates were encouraged to develop similar projects and ideas
for their own teaching, and they described in their journals what they thought of
the project, and how they incorporated culturally responsive knowledge and
skills into literacy and social studies lessons and other classroom learning
activities. At the end of the semester, the candidates were given the same survey
as a posttest to determine what knowledge, skills and competencies they had
gained, and what competencies they still wanted to refine and acquire.

Results
This study focused on ascertaining preservice teachers' self perceptions about
their own knowledge about culturally responsive teaching and their ability to
provide instruction that would meet the needs of a diverse group of students
prior to and after participating in the CRT project in the literacy methods class.
Pre and posttests were analyzed and it was clear that preservice teachers
perceived their knowledge level and teaching abilities in terms of culturally
responsive teaching to improve over the sixteen- week semester. Teacher
candidates were asked to rate themselves on a 100-point scale for each question
that one might think of as a percentage scale. When analyzing the TCs'
responses, their self-ratings fell into bands that easily transferred to a sevenpoint scale. Responses of 90-100 were given a score of 7, 75-89 = 6, 60-74 = 5,
Figure 1
Section II: CRTSE Pre and Posttest Ratings

Figure 1. This graph illustrates the change in self-perceptions of teacher candidates
on the 40 questions in Section II (CRTSE) of the survey from pretest to posttest.
The Culturally Responsive Teaching Outcome Expectancies scale adapted from
Siwatu’s (2007) scale of the same name.
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45-59 = 4, 30-44 = 3, 15-29 = 2, and 0-14 = 1. On Part II of the CRTSE section
of the survey, teacher candidates rated themselves an average score of 3.86 on
the pretest and 5.80 on the posttest showing a considerable growth in their belief
that they possess the knowledge and skills necessary to be culturally responsive
to their students. Figure 1 shows the relationship between the teacher candidates'
pre and posttest scores on Section II (CRTSE).
On Part III (CRTOE) section of the survey, the preservice teachers
rated themselves an average score of 3.92 on the pretest and a 5.90 on the
posttest. Again, this shows perceived growth over the 16-week class. It is
interesting to note that the participants rated themselves quite similarly on their
self-efficacy and outcome expectancies on both the pretest and posttest. Figure 2
shows the relationship between the teacher candidate's pre and posttest scores on
Section III (CRTOE).
The list of questions for Sections II (CRTSE) and III (CRTOE) of the
survey with teacher candidates' pre and posttest ratings for each question are
provided in Tables 1 and 2.
Figure 2
Section III: CRTOE Pre and Posttest Ratings

Figure 2. This graph illustrates the change in self-perceptions of teacher candidates
on the 26 questions in Section III (CRTOE) of the survey from pretest to posttest.
The Culturally Responsive Teaching Outcome Expectancies scale adapted from
Siwatu’s (2007) scale of the same name.
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Table 1
Pretest Posttest Means for items on the CRTSE Scale
Items
1
2
3
4
5
6
7
8
9
10
11
12
13
14
15
16
17
18
19
20
21
22
23

I am able to adapt instruction to meet the needs of my students.
I am able to obtain and use information about my students' academic
strengths.
I am able to determine whether my students like to work alone or in a
group.
I know whether or not my students feel comfortable competing with
other students.
I am able to identify ways that the school culture (e.g. values, norms,
and practices) is different from my students' home culture.
I am able to implement strategies to minimize the effects of the
mismatch between my students' home culture and the school culture.
I am able to assess student I am able to assess student learning using
various types of assessments.
I am able to gain relevant information about my students' home life.
I am able to build a sense of trust in my students.
I am able to establish I am able to establish positive home-school
relations.
I use a variety of teaching I use a variety of teaching methods to help
meet the needs of all students.
I am able to develop a community of learners when my class consists
of students from diverse backgrounds.
I use my knowledge of I use my knowledge of students' cultural
background to help make learning meaningful.
I use my students' prior I use my students' prior knowledge to help
them make sense of new information.
I am able to identify the I am able to identify the ways students
communicate at home and know they may differ from the school
norms.
I am able to gain information about my students' cultural
backgrounds.
I teach students about their cultures' contributions in the content areas.
I am able to greet English Language Learners with a phrase in their
native language.
I design a classroom environment using displays that reflect a variety
of cultures.
I develop a personal I develop a personal relationship with my
students.
I know how to obtain I know how to obtain information about my
students' academic weaknesses.
I am able to praise English Language Learners for their
accomplishments using a phrase in their native language.
Identify ways that standardized tests may be biased towards
linguistically diverse students.

Pretest M

Posttest M

4.08

6.09

4.35

6.30

4.75

6.51

4.08

6.11

3.67

5.89

3.4

5.64

4.17
3.73
5.42

6.25
5.85
6.70

4.06

6.11

4.46

6.28

4.46

6.23

3.81

5.91

4.60

6.34

4.02

5.94

3.75
2.81

5.85
5.28

3.31

4.83

3.13

5.28

5.50

6.72

4.73

4.51

3.00

4.51

3.54

5.49
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25
26
27
28
29
30
31
32
33
34
35
36
37
38
39
40

I regularly communicate with parents regarding their child's
educational progress.
Structure parent-teacher conferences so that the meeting is not
intimidating for parents.
I am able to help students to develop positive relationships with their
classmates.
I revise instructional material to include a better representation of
cultural groups.
I critically examine the curriculum to determine whether it reinforces
negative cultural stereotypes.
I design a lesson that shows how other cultural groups have made use
of mathematics.
I demonstrate/model classroom tasks to enhance English Language
Learners' understanding.
I am able to communicate with the parents of English Language
Learners regarding their child's achievement.
I help students feel like they are valued members of the classroom.
I am able to identify ways that standardized tests may be biased
towards culturally diverse students.
I use a learning preference or interest inventory to gather data about
how my students like to learn.
I use examples that are familiar to students from diverse cultural
backgrounds.
I explain new concepts using examples that are taken from my
students' everyday lives.
I obtain information regarding my students' academic interests.
I am able to use the interests of my students to make learning
meaningful for them.
I implement cooperative learning activities for those students who like
to work in groups.
I design instruction that matches my students' developmental needs.
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3.31

4.94

3.08

5.81

4.44

6.36

3.38

5.53

3.35

5.42

2.35

4.38

3.04

5.11

3.06
4.96

4.57
6.47

3.58

5.66

2.81

4.74

3.46

5.68

3.98
3.92

6.21
5.85

4.13

6.21

4.31
4.25

6.23
6.17

Pretest M

Posttest M

5.65

6.87

4.67

6.53

4.17

6.36

4.52

6.25

3.58

5.70

Table 2
Pretest Posttest Means for items on the CRTOE Scale
Items
1
2
3
4
5

I am able to establish positive teacher-student relationship by building
a sense of trust in my students.
I am able to incorporate a variety of teaching methods to help my
students to be successful.
I help my students to be successful by adapting instruction to meet
their needs.
I am able to develop a community of learners when my class consists
of students from diverse cultural backgrounds will promote positive
interactions between students.
I am able to acknowledge the ways that the school culture is different
from my students' home culture to help minimize the likelihood of
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7
8
9
10
11
12
13
14
15
16
17
18
19
20
21
22
23
24
25
26

discipline problems.
I understand the communication preferences of my students which
helps decrease the likelihood of student-teacher communication
problems.
I am able to connect my students' prior knowledge with new incoming
information will lead to deeper learning.
I am able to match instruction to the students' learning preferences to
enhance their learning.
I am able to revise instructional material to include a better
representation of the students' cultural group in order to foster positive
self-images.
I provide English Language Learners with multi-media resources to
enhance their understanding of assignments.
I design and teach lessons which include the contributions the cultures
of the students have made over time so they will develop an
appreciation of their heritage.
I am able to convey the message that parents are an important part of
the classroom in order to increase parent participation.
I am able to help decrease student-teacher misunderstandings because
I understand my students' cultural backgrounds.
(14) I am able to change the structure of the classroom so that it is
compatible with my students' home culture in order to increase their
motivation to come to class.
I am able to establish positive home-school relations to help increase
parental involvement.
I am able to develop a personal relationship between the students and
me in order to increase student attendance.
I assess student learning using a variety of assessment procedures to
gain a better picture of what they have learned.
I use my students' interests when designing instruction will increase
their motivation to learn.
I am able to simplify the language used during teaching to enhance
English Language Learners' comprehension of the lesson.
I interpret standardized test scores with caution to ensure that students'
abilities are not misdiagnosed.
When appropriate, I encourage students to use their native language to
help to maintain their cultural identity.
I value students' cultural background in order to support and enhance
their self-esteem.
I am able to help students from diverse cultural backgrounds succeed
in school by building their confidence in their academic ability.
I understand how to include and provide access to unbiased learning
resources in order to help students' academic success.
I use culturally familiar examples to help make learning new concepts
easier.
I display students' pictures and projects in the classroom because I
know that this helps them develop a positive self-identity.

16

3.60

5.75

4.50

6.06

3.96

6.00

3.40

5.74

2.48

4.91

2.73

5.34

4.02

5.81

3.38

5.64

3.19

5.32

3.77

5.83

4.88

6.57

4.25

6.21

4.13

6.19

3.71

5.60

3.71

5.58

2.75

4.72

4.60

6.23

4.06

6.00

3.56

5.81

4.02

6.00

4.58

6.26
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When comparing the responses of undergraduates and graduates the results were
similar; however, graduate students tended to rate themselves higher than
undergraduates on the pretest, but lower than undergraduates on the posttest as
evidenced in Table 3. This may be in part because they have more life and
perhaps classroom experience that enables them to more accurately assess
themselves, but we do not have data to confirm this.
Table 3
A comparison of the average responses of graduate and undergraduate students
on the pre and posttests for Sections II (CRTSE) and III (CRTOE) of the survey
Student Level
Graduate
Undergraduate

Section II Pre
4.18
3.70

Section II Post
5.71
5.84

Section III Pre
4.22
3.77

Section III Post
5.79
5.95

When examining the TCs pre and post self-evaluation ratings on the CRTSE
Scale, it is interesting to note that they felt quite confident in their abilities to
build positive and trusting relationships with their students on the pretest and
even more so on the posttest (questions 9 and 20). It appears that over the course
of the semester and perhaps after participating in this project, the TCs felt better
equipped to inventory and use students’ cultural backgrounds, experiences and
learning preferences to inform their teaching and enhance student learning
(questions 13, 17, 29, 34, 36, and 38).
On the pre and posttest CRTOE scale, the teacher candidates again
expressed confidence in their abilities to develop positive and trusting
relationships (questions 1 and 16). Also of interest is that TCs judged their
ability to design and teach lessons that include the cultural contributions the
cultures of the students have made over time to help students develop an
appreciation of their heritage (question 11) quite low on the pretest (2.73) with a
substantial increase on the posttest (5.34). Since this was explicitly modeled in
the methods class, it seems logical to assume that participation in this project
directly impacted TCs’ response to this question. It also appears that at the end
of the semester the TCs were very confident in their abilities to motivate
students to learn (question18).
Teacher candidates were invited to share their thoughts about
participating in this project. Some common themes emerged from the feedback.
The teacher candidates indicated that:
•

The art project allowed them to express themselves and provide ideas for
helping students in the classroom to do the same.
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•

•
•
•
•
•
•
•
•
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They realized the importance of connecting other cultures to the lessons,
and examining how everyone has similarities and differences, but all have
value.
They discovered that CRT could be infused into content areas, such as
geography and history, because it allows them to find out where students
or their families came from and what their history is.
They found the project to be fun and helped them get to know each other
better in the methods class.
They liked discussing other people's cultures and backgrounds and helped
everyone appreciate who their classmates are.
They expressed a desire to incorporate CRT into future lessons and
teaching.
They thought having a real art teacher made the art project more
meaningful.
The book talks helped provide context for introducing and exploring
strategies for being a culturally responsive teacher.
The project helped them become more aware of CRT in the classroom and
lessons.
They also expressed a desire to be aware of the needs of students before
planning lessons.
They did not initially see many CRT activities demonstrated in the
classrooms in which they were interning so they created and implemented
activities and strategies to use with students.

Students’ written comments about the experience also demonstrate that they see
the value in culturally responsive teaching and realize it will be a lifelong
journey. One teacher candidate wrote, "I think I have a long way ahead of me to
meet my goals [of becoming more culturally responsive]. I think we need to
spend more time learning other ways to become culturally responsive teachers.”
Another preservice teacher stated, "I feel that I have made progress toward my
goals and towards the teaching aspect of culturally responsive teaching. I have
received great ideas on how to implement culturally responsive teaching into my
classroom.”

Discussion and Implications
It is a daunting task to prepare preservice teachers for the demanding job of
teaching students from diverse backgrounds, ways of life and knowing, that are
so different from their own. This study was an initial attempt to infuse culturally
responsive pedagogy in a methods course as well as assess the impact on teacher
candidates’ perceptions about their own knowledge, skills, and competencies.
While it is important to demonstrate and teach culturally responsive strategies
and skills, it is critical that preservice teachers develop a sense of efficacy about
what they know and can apply in their own classrooms. The results of this study
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indicate that students are able to self-assess these skills and perceive personal
growth over the course of just one semester.
The results of this initial study align with Bandura’s (1977) work and
indicate that TCs’ beliefs about their abilities to execute CRT strategies and to
achieve the desired positive outcomes improved over the course of the semester
and will hopefully increase the possibility that they will implement these
practices with their own classrooms. These preservice teachers expressed
confidence in their abilities to develop positive and trusting relations with their
students. The research on CRT indicates that this is a critical component of
effective
culturally
responsive
teaching
(Bennett,
2008;Brown,
2004;Wlodkowski & Ginsberg, 1995).
This study was limited in scope but holds promise. Although teacher
candidates were assured anonymity and no grades were related to their
responses, they may have been reluctant to admit to a lack of belief in their
abilities in certain areas because one of the researchers was responsible for the
final grades in the methods class. Additionally, there are always inherent
problems with self-rating in any study as one’s perception may be very different
than reality. Another problem may be in the rating scales themselves. Just what
distinguishes an 89 from a 90 or a 74 from a 75? Even though students were
told to think of in terms of percentages, perhaps descriptors such as “very
confident” or “not confident” on a four point scale might prove to be more
effective at capturing preservice teachers’ thoughts about their abilities and
skills to be truly culturally responsive in their teaching. Despite limitations, this
study provides some evidence that attempts to infuse culturally responsive
teaching practices in methods classes can indeed effect change in TCs’ selfefficacy and expectations for successful outcomes.
This study involved one literacy methods course. It seems that the
logical next step would be to expand this project to other content areas such as
math and science as a natural progression to infusing CRT across the entire
elementary education curricula. The survey proved to be an effective instrument
for students to gauge their knowledge of and ability to teach in a culturally
responsive way. It also prompted students to ask themselves important questions
about what they know, what they can do, and where they want to proceed. The
survey would be an excellent tool to use at the beginning of a preservice
program and again at the end, because after the initial administration, teacher
candidates begin to develop an awareness of what is involved in becoming a
culturally competent and responsive educator. This provides a path for teacher
candidates to follow as they begin their journey and gives them a direction and a
goal for which to strive. Then, the methods courses and field experiences can be
structured in ways that help them realize the goal of being truly responsive to all
students.
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